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The Primary French Research Project (PFRP) began at a time when the introduction of modern languages (ML) teaching in England was due to become a compulsory ‘requirement’ for all pupils in Key Stage 2 (pupils aged 7 to 10 years) from September 2010. The National Languages Strategy (DfES 2002: 15) stated that:
Every child should have the opportunity, throughout Key Stage 2, to study a foreign language and develop their interest in the culture of other nations. They should have access to high quality teaching and learning opportunities, making use of native speakers and e-learning.

This support for ML in the primary curriculum was repeated by Lord Dearing (2006, 2007) who recommended that languages become a compulsory subject at Key Stage 2, a recommendation that was accepted when a full scale independent review of the primary curriculum was held in 2008-2009, led by Sir Jim Rose. At this time, it was envisaged that the introduction of primary ML would be a ‘cornerstone’ of the National Languages Strategy for England, so that by 2009/2010, all pupils in Key Stage 2 would be studying a language in class time and would reach a recognised level of competence. 
Given the introduction of this new policy in 2009, the authors felt that it would be timely to investigate how primary teachers with varying levels of language proficiency might feel about being required to teach ML, and to consider how they might be facilitated to do this. However, half way through the study in June 2010, the newly elected UK coalition Government announced that Rose's proposed new primary curriculum would not proceed in its current form and that ML would become a non-compulsory ‘entitlement’. Nevertheless,  a statement released by the Department for Education at the time stated:

Language skills are important to the social and economic future of the country. Learning a language also helps children and young people understand the world in which they live and the different cultures of people around the world. We know that over 90% of primary schools are already offering some language teaching to their 7-11 year olds. Ministers appreciate the efforts that teachers are putting into making sure that children in primary schools are taught languages. It is thanks to their work that pupils can not only learn a language but also come to appreciate other cultures. Given its importance, primary schools that are teaching languages should continue to do so. Funding has been given to local authorities to support primary languages until March 2011. (DfE 2010: 1) 
Therefore, this paper reflects the authors’ unique position of being able to review the experiences of a number of educational professionals, mainly primary class teachers, who have been working to introduce ML into their schools during a turbulent time. In particular, this paper seeks to discuss some of the main issues regarding the tensions that are manifest for these teachers in order to particularly explore shifts in their professional identities.


Background to the research
Most primary school teachers in England have been trained and educated in a ‘generalist’ tradition that focuses on English literacy, numeracy, science and information technology, with opportunities to specialise in curriculum areas such as the humanities, physical education, art etc. 
In recent years, education policy has indicated a desire to develop ML learning in primary schools (DfES 2002 and 2005) and an intention to make this a reality by 2011. Yet significantly, these policy requirements were to be inserted into the English primary school system where there was no nationally consistent model of existing practice and the provision of ML was at the individual school’s discretion. At the time this research began, schools in England were developing their approach to ML on the understanding that it would be a curriculum ‘requirement’ by 2011. This meant that primary teachers needed to develop the necessary linguistic and pedagogic knowledge and skills quickly in order to meet this requirement. In turn, this added currency and urgency to the research project one of whose original intentions was to help to inform effective approaches to professional development in ML for already qualified primary teachers. However, the election of a coalition government in 2010 put a halt to the reform, with the ML ‘requirement’ being downgraded to an ‘entitlement’. Subsequently the DfE indicated in August 2010 that the future of primary ML would depend on the outcomes of the spending review and on ‘decisions about the status of languages within the National Curriculum’ (DfE 2010: 1). 
Based on a recent government update to Local Authorities (DfE 2011: 1), the state of play in 2011 is that, pending a review of the curriculum, ‘the existing primary curriculum will continue to be in force in 2011/12 and schools should plan on that basis’. This, then, is the uncertain policy background against which primary schools are trying to provide children with an experience of ML.   
Whilst those introducing primary French might be assured in their professional identity of ‘primary teacher’ as they have a wide range of teaching experience, knowledge and pedagogical skills to draw on, they are likely to have varying levels of linguistic knowledge, subject-specific pedagogy and confidence in relation to ML. This variation which could threaten their epistemological and ontological security, might in turn threaten how secure they feel in identifying themselves as competent teachers. Therefore it was felt that the introduction of new policy and the subsequent impact, not just on practice, but on how teachers felt about themselves as educators, needed to be explored; as Webb and Vulliamy (2007: 574) point out, teachers self-identities ‘are powerful mediators in terms of their interpretations of, and responses to, imposed changes’. The authors wanted to consider in what ways a secure professional self-identity might facilitate the introduction of new policy or whether such security might be the first casualty of policy change.
In order to make such an exploration, the PFRP decided to revisit the work of Woods and Jeffrey (2002), who argue that self-identity is a reflexive project that is constantly being remade. They suggest that teachers are continuously involved in ‘identity work’ such as talking about what they do, and who they are, in order to dismantle old identities and securely embrace new ones (Woods and Jeffrey 2002: 98). Woods and Jeffrey make a strong case for rethinking how policy changes might impact, not just on teaching and learning knowledge and practice, but also upon how teachers view themselves and reconstruct their identities. Such an approach is pursued in terms of introducing primary ML in the work of Breen (2002) who studies the experiences of Australian teachers. Breen (2002: 260) argues that teachers struggle to implement ‘an idealistic government policy in the reality of schools and classrooms’ and that this struggle entails shifts in teachers’ identities as they ‘adapt to their new roles’. Breen’s article is useful in terms of discussing the difficulties teachers face regarding lack of subject knowledge, lack of resources and need for collegial support when implementing government policy. Breen (2002: 279) identifies the development of an ‘alternative professional identity’ that replaces the previous one, suggesting that little of the old identity is retained, rather than considering whether two forms of professional identity might co-exist or merge. The key focus of this article, then, is the PFRP’s exploration of primary educators’ perceptions and experiences regarding the implementation of a particular policy, and the potential impact of this for creating a new form of professional identity.
The PFRP was initiated to make an in-depth, mainly qualitative, exploration of the personal experiences of a group of primary teachers. All participants had volunteered for a work-based continuing professional development (CPD) course designed to support them as they transitioned from ‘primary teachers with a range of specialisms’ to ‘teachers with responsibility for ML provision’. It was hoped this CPD would support the teachers at a time of rapid transition when the majority in such roles were working in isolation, with no nationally-framed infrastructure, a situation that has changed little since Naysmith’s study ten years earlier (1999: 16). 




The researchers developed a theoretical framework based upon the work of Pierre Bourdieu (1977). Bourdieu focuses on social differentiation, class reproduction and hierarchies of power in educational institutions and he points out: 

Every institutionalised education system owes the specific characteristics of its structure and functioning to the fact that, by the means proper to the institution, it has to produce and reproduce the institutional conditions whose existence and persistence (self reproduction of the system) are necessary both to the exercise of its essential function of inculcation and to the fulfilment of its function of reproducing a cultural arbitrary which it does not produce (cultural reproduction), the reproduction of which contributes to the reproduction of relations between the groups or classes (social reproduction). (Bourdieu 1977: 54)  

In unpicking what Bourdieu is arguing, schools are interpreted as institutions of education that are structured by the economic, social, political and cultural systems of the society in which they exist. As such, they reproduce the dominant structures, forms of knowledge and practices by naturalising them and training individuals to engage with and embody them. It is these structures, knowledges and practices that construct a ‘habitus’ which is ‘an acquired system of generative schemes objectively adjusted to the particular conditions in which it is constituted’ (Bourdieu 1977: 95). This habitus is a physical, political and cultural space that is engaged with and (re)produced by individuals through their everyday practice, and this practice is in part informed by the ‘cultural capital’ (or wealth of cultural goods) such as knowledge, experience and skills that they have (Bourdieu 1977: 47). Thus research using Bourdieu’s framework as a departure point for analysis can explore what cultural capital individuals have, and how they deploy it to secure their habitus. 
Bourdieu’s work has been criticised for adopting an approach that emphasises ‘social systems acting on individuals’ that can be over-mechanistic regarding the operation of power, whereby individuals are framed as being automatically disposed to acting unconsciously in particular ways (for further critique see Grenfell 1998 or Nash 1990). Therefore, the researchers engaged in the PFRP sought to make a more nuanced reading by focusing on individuals as ‘inhabiting’ by actively negotiating the introduction of education policy into the settings in which they exist through their everyday practices, and how this process might influence shifts in their professional identities. 


Methodological framework	  
The research took a case-study, qualitative approach overall and was intended to provide insight into teachers’ personal realities since the view was taken that ‘reality is socially constructed’ (Robson 2002: 27). The data collection involved a series of three phases. In each phase, an online survey consisting of mainly open-ended questions was conducted which addressed teachers’ differing experiences regarding the introduction of primary French in their school. Each survey was conducted at a different stage of a CPD course that was designed to strengthen teachers’ knowledge of French and develop the pedagogical skills required to teach it. Phase One was delivered at the start of the course; Phase Two at the mid-point; and Phase Three at the end. Forty-three primary teachers and two teaching assistants from across the country were involved; all were self-selected, committed members of a part-time, mainly work-based CPD course, which was designed to equip education professionals with the necessary subject knowledge and pedagogic skills to teach French. The module was developed at a university in the North West of England, delivered flexibly on-line, and the participants were given two years to complete. Only four were men, all but six were aged between 26 and 55, and 35 had ten or more years’ teaching experience. One male teaching assistant had been working in schools for more than ten years and had a PGCE in Information Technology and Languages. At the time of the research, his day-to-day role was to support classroom teachers, although his previous experience of teaching and his language qualifications meant he was well positioned to take responsibility for introducing French in his school. Despite the different positioning of this individual, his responses regarding his motivations, experiences and aspirations did not skew the data in that his responses were similar to those who identified themselves as ‘teachers’.  
In addition, three phases of interviews were conducted. Four teachers (three women and one man) volunteered to engage in a series of three ‘case-study narrative interviews’ (Webster and Mertova 2007: 15) which were conducted at the start of the course, at the mid-point and at the end. In these interviews, the teachers were asked to provide accounts of changes in their experiences of teaching primary French. At the time, all four worked in mixed gender primary schools located in rural villages in Lancashire. Typically, the schools accommodated pupils between the ages of 4-11, were small and had between 50 and 90 pupils and included mixed age classes, with the exception of one school that had 207 pupils on roll. As background to the research, most of the schools serve areas which can be considered relatively affluent; the children were predominantly White British with English as their first language. Very few pupils had prior foreign language knowledge and, where this was present, it was in languages other than French. A supplementary interview was conducted with a specialist secondary language teacher (a woman in her thirties with eight years’ experience of teaching). This individual received funding from Lancashire County Council (LCC) to develop a number of primary teachers as language specialists and she was asked about her role and experiences. Each interview was conducted face-to-face and was audio-recorded. 
In spite of their relative inexperience at teaching French and the difficulties created by relatively speedy changes in UK government policy, those engaged in this project participated enthusiastically in the research process. At every instance of engagement, the aims of the project were explained orally and/or in written form, and every individual approached had the right to refuse participation. All the information collected was held securely and could only be directly accessed by the lead researcher. All the data were anonymised before the research team had access for analysis purposes. Interviews were transcribed and the transcriptions reviewed in detail by all the research team using a constant comparison method to generate key topics or themes (Glaser and Strauss 1967). All the data collected were entered into the software package NVIVO and tentatively coded and recoded until a number of headings and subheadings emerged as indicative of teachers’ views. The codings settled on were:

		Teacher self-identity – views on primary teaching role, professional identity, teachers as learners, confidence.
		Pressures and issues – demands on teachers, professionalism, education policy.
	Teaching and Learning Strategies – knowledge and skills, links to curriculum, pupil engagement, and child-centred paradigm.
	CPD – knowledge and skills, work-based and Virtual Learning Environment versus face-to-face, HE environment. 

The first of these, ‘teacher self-identity’, is the one primarily focused upon in this article although topics under the other headings intersect with it. It should be noted that the research detailed in this paper is focused on the teacher’s own perceptions, not on observations of them in their school settings. 


Findings and discussion: integrating French into the primary curriculum

Initial views from primary teachers
At the start of the course, the teachers and teaching assistants involved in the PFRP had extensive teaching experience, with more than 78% having spent at least ten years working at primary level. However, their knowledge of French and experience of teaching it was relatively limited. In the first questionnaire conducted in autumn 2009, they were asked about their level of French subject knowledge and responses were triangulated with questions about how they felt about the compulsory introduction of French in their school. Five stated they had an A Level and/or a higher qualification in French, ten stated they had ‘adequate knowledge’ (‘GCSE or O-level equivalent’) while the rest described their knowledge as ‘no qualification’, ‘basic’, ‘needing refreshment’ or ‘little or no knowledge’. While no one stated they were opposed to French being taught at primary level, one woman, who indicated she had a ‘basic’ level of French, was ‘reluctant’ to embrace this requirement while five others indicated that they ‘had to accept’ that primary French was becoming a curriculum ‘requirement’ (three of these said they had A or O levels in French, one had ‘basic’ knowledge and one had ‘little’ knowledge of French).  
When these education professionals were asked why they were undertaking CPD, 18 said they wanted to improve their subject knowledge, 17 were interested in receiving guidance on how to deliver French in the classroom, five said they were doing it for the academic credits at Master’s level and five felt their pupils would be disadvantaged if they were unable to teach French effectively. Other responses sought from the teachers were related to their hopes for the outcomes of studying. The initial comments offered in Phase One indicated that the teachers were concerned about their subject knowledge and experience specifically in terms of teaching languages and the issues this could raise for classroom practice. As they said: 

I think the course will improve my knowledge of what we should be doing and it’ll make me better at teaching it.  

I hope to gain a higher level of experience in teaching French in the classroom which will benefit me and the children.  

In addition to wanting to raise their subject knowledge and specific language pedagogy for the benefit of their pupils, the teachers particularly mentioned wanting to develop their confidence. Such comments included:

	(I want) to extend my knowledge to allow me to teach French with enthusiasm and confidence.

	I want to basically get some on-the-job training and I’m wanting to build up my confidence.

	I’m excited about it (teaching French), but not particularly confident. I’m confident that I will get better though.

Since these individuals were all experienced primary teachers with many having more than ten years experience of working in primary settings, their epistemological and ontological insecurities, evinced by their ‘lack of confidence’, would appear to stem from their inexperience relating to using and teaching the French language. In addition, there was a hesitancy to claim the identity of ‘language specialist’ even when they were responsible for ML provision in their school. As one female teacher - who had A level French, had been teaching weekly French lessons to all pupils aged 7-11, and co-ordinating French provision in her school for two years - pointed out: 

I'm very proud of how I've introduced French into our school, but as a non-specialist I'm keen for CPD opportunities that will help me become a specialist.

Typically teachers are a bit reluctant to get involved because they don’t feel competent and because I’m the subject leader I think the better I am and the more competent I am the more able I am to help them really.

The findings from Phase One indicated that despite having cultural capital (i.e. the knowledge, pedagogical skills and experience) regarding primary teaching, the teachers and teaching assistants were insecure about introducing ML because they felt they lacked subject-specific expertise. This ‘calling into question’ of aspects of their knowledge and ability created a tension as they became conscious of insecurities and a lack of confidence, but were required via government and school policy to demonstrate epistemological and ontological security. To traverse this tension, these educational professionals had to renegotiate their habitus and their place within it, a process which involved integrating the identity of ‘language specialist’ within the primary one in which they were secure. Breen (2002: 267) argues that the introduction of language policy in the classroom can ‘dislocate’ individuals who only ‘regain a sense of professional competence’ as their knowledge and experience increases. However, this fails to recognise that teachers with several years of primary experience may remain secure in their main role and compartmentalise difficulties in one aspect of it, i.e. the teaching of French. This appeared to be the case with the individuals involved in the PFRP since none questioned their general knowledge, abilities or practice. For example, one woman who had more than ten years’ experience said she wanted to ‘gain a better understanding of how children learn languages’, yet it can be assumed that she had relatively extensive knowledge about how children learn other subjects, including English.


Views on becoming a language specialist
The PFRP adopted a longitudinal methodology in order to explore how CPD might inform teachers’ practice in the classroom, which might in turn influence changes in their self-identities. Phases Two and Three questionnaires and interviews were conducted in the summer and autumn terms of 2010. During this time education policy, including that relating to language teaching, was in a state of flux as the incoming coalition government sought to make its mark. Accordingly, school teachers were subject to a wide range of changes relating to what was expected of them. In exploring these changes, the researchers noted shifts in the teachers’ enthusiasm for French. They had initially suggested that French had been imposed upon them, saying, for example: ‘I’m teaching French, that’s the subject allocated to me’ and ‘I was given French to teach’. Later responses, however, were far more positive about the experience of learning and teaching French:
I know there are a lot of critics who think we shouldn’t do it (French) in primary but I think the children are benefitting from it and I’ve really enjoyed learning it as well.

Teaching French, I love it. I would do it all day every day if I had the chance. I really do enjoy it the way we’re doing it at the moment … and the children love it so it’s a very satisfying thing to do.

Despite the pressure I’m very much interested in languages generally and interested in the introduction of them into primary curriculum. But just to learn more about French really is great and to feel more involved with it means we’re teaching it better. 

This new-found enthusiasm for French was pivotal in their sense of renewed epistemological and ontological security. In particular, the teachers felt secure because they were able to link their previous knowledge and experience of primary teaching with the teaching of languages in a cohesive way, as the following comments suggest:

	I think the way I’m teaching French now has the look and feel of a literacy lesson.

	I very much like the linking of languages within the wider context of English … but I am not sure, and this is no reflection on other staff, but they are approaching it more as a discrete subject and we really need to be looking at it in a much wider way. 

	We’re doing a lot of the things that we would bring from numeracy or science where you are practically using things transfer well. 

These quotes demonstrate that, despite the rapidity of the required change, the teachers were engaging in a process of integrating the role of ‘language specialist’ within their primary identities. Breen (2002: 267) describes this process of transition as one that enables teachers to ‘regain a sense of professional competence’ as teachers identify ‘signs of progress and achievement’ for themselves and their pupils. For the teachers involved in the PFRP, this transition to a secure reformed professional identity is grounded in their experiences of successfully integrating the teaching of French into their classrooms, as further evidenced by the ways in which they identified an increase in their subject specific competencies:

The pronunciation was the thing that dogged me but now I go ‘oh right yes I can do that’.

I definitely think that it [the CPD] has taken the fear out of it and I’m getting confidence.

I love it more than when I started. I’ve got to grips with French as a subject and I feel much more confident.

As I get more confident I really do feel as though I have turned a corner.

Changes in the teachers’ views of their subject knowledge and pedagogic competence as they pursued CPD were linked to an increase in confidence and also seemed to have extended to their roles as specialists and ML co-ordinators in their schools:

I’m much more confident, I now feel as though we are working much more as a team.

 I’ve been subject leader now for about six months and I am getting more into it and I am quite enjoying it. 

I try to look at what other curriculum areas we are doing [in my school] so I can get it to fit in.





By exploring the accounts of teachers who were introducing ML into primary settings, the authors found evidence that CPD and subsequent changes in teaching had an influence on how they experienced their work as professional and committed individuals, and so how they inhabited the identity of a ‘primary teacher with a language specialism’. Woods and Jeffrey (2002: 95) express their concerns about the complex nature of such a commitment and the idiosyncratic aspects of teacher identity. They argue that the ‘good teacher’ has become defined by their ‘competencies, such as subject expertise, co-ordination, collaboration, management and supervision’ (Woods and Jeffrey 2002: 95). Such an emphasis infers that the ‘good teacher’ is one who adheres to government directives and is as much an auditor as a creative teacher who enthusiastically engages with pupils. Inevitably, this redefinition calls into question those who inhabit a child-centred paradigm, and when combined with a government directive that demands teachers systematically adopt new roles, it is clear that teachers’ insecurities are unlikely to be a rarity. It would seem that teachers who are experiencing extensive changes in their responsibilities are mis-located, and the cohesion of their identities is under tension. They are subject to competing demands that at times are contradictory and problematic, and so have to renegotiate their identities as primary teachers and their new roles as (for example) French specialists. However, those who investigated in this study during 2009/10 (when UK government policy was in flux) worked within such constraints by remaking their professional identities. This process of self-recreation is termed by Woods and Jeffrey (2002: 103) as ‘realignment’ and they argue that:

Realignment involves recognition that the self-identity is no longer a harmonious, integrated whole, and that it is composed of separate parts that cannot be blended together, and that indeed some significant areas are in tension with each other. This necessitates teachers reviewing the balance of their selves and social roles, and re-prioritizing. In all instances, the self-concept is paramount. Social roles have to be meaningful in the light of the self-concept.

Such realignment can be viewed as a reflective process through which educators manage the mis-location and tensions they are subject to. A key feature of this process involves teachers thinking through how they are adapting to teaching ML, as demonstrated in the following quotes:  

I’ve grown in experience in the classroom. Literacy is something I quite enjoy which helps when looking at a language. If you appreciate the depth of your own language – syntax grammar, pronunciation, adverbs, future/past tense, etc, then it’s easier to understand.

There are lots of things that come your way that you think what am I doing this for, how am I going to do this?  You think what a nightmare to manage (introducing French), but you think this is something of real value, the world is getting smaller, and I think appreciation of other cultures and languages is really important to help children broaden their own experience.

 If I was fluent in French then I don’t suppose I would need to work as closely as I have done with my tutor (for the CPD) or I wouldn’t need to have such a close relationship with high schools but I’ve not and even though this is something I hope to improve at, I’m never going to have the time and I have to say the inclination to really embed myself and become a fluent French speaker.

These teachers were reconstructing their identities by integrating the requirements of their old and new roles. As the quotes above demonstrate, they related aspects of learning a language to understanding  first language development, and they considered the relevance of languages for living in a global context. The teachers also recognised that being a ‘primary language specialist’ did not require them to become fluent, but to develop a sound knowledge base that they felt was ‘good enough’. Thus their forms of negotiation involved a number of strategies such as reworking policy via the ways they introduced an ML into their classrooms and/or being vocal about concerns they had regarding this. In doing so, the teachers were demonstrating how they were integrating shifts in their professional identities in relation to the social, political and cultural context in which they work, ‘their habitus’ (Bourdieu 1977:95). This required that their professional identity became a ‘reflexive project’ that needed to be continually ‘remade and reaffirmed’ (Woods and Jeffrey 2002:90).Working in educational settings involves complex negotiation whereby teachers and other professionals draw on a variety of resources to develop an identity that adapts to their changing situated ‘habitus’. Some find this transition or realignment easier than others and this may depend on the acquisition of ‘capital’ (Bourdieu 1977: 47, 95), for example, the economic and social ‘capital’ they have (i.e. the resources and CPD they have access to and the support they receive from school colleagues). Realignment may also depend on the ‘cultural capital’ individuals have, such as their own experiences of learning French, visiting France, or their qualifications, but also on their competence and confidence with the language. 
Finally, but perhaps most importantly, there was evidence of a specific need to consider the impact of introducing French to pupils since teachers’ views about how successful they are as teachers is related to how well pupils achieve (Webb and Vulliamy 2007: 577). There were indications in the Phase One responses from teachers that they were concerned about the pressure on children. Indeed, one teacher noted: ‘While I love French, I do feel we are overloading our very young children with so many subjects and that we must do it well - but at what cost?’ Such a comment demonstrates how a teacher, who identifies the ‘good teacher’ as someone who does the best for their pupils, can negotiate their inhabiting of an identity which might seem to conflict with externally set targets that are sometimes used to label teachers as ‘good’ or ‘poor’. 
Findings from Phases Two and Three of the PFRP showed how the teachers managed this conflict as they provided evidence of increased engagement and confidence among pupils, particularly for those who struggled with other areas of the statutory curriculum, such as literacy and numeracy, which have a more formalised assessment structure. For example, teachers made the following observations:

When we first started it [French] was a fun activity, it is designed to switch children onto language learning, make them have a love for languages so that when they go to High School we don’t get this awful drop off.

It broadens the pupils' horizons by giving them the ability to communicate with others in a different language and culture. 

Children have become more confident at talking in other subjects too.

I think a lot of the Year Threes who started language this year seem quite confident in the speaking and listening part, they seem to grasp it more quickly.

I think the children are much more risk takers with the languages, if you do a lot of oral work with children some children can be quite reluctant or self conscious like when they’re put on the spot say with mental maths or things like that. But I think they all feel as if they are all on the same playing field with French and they are having a go, there isn’t anybody that is particularly self conscious or whatever.

I think French is definitely helping engage children because it is a break; it is a change of pace in comparison to something which might be slightly more formal in its delivery. 





The PFRP was designed to explore in depth the experiences of primary educational professionals tasked during 2009 and 2010 with introducing a new curriculum area to their pupils. As with any longitudinal study, changes can occur outside the control of the researchers which impact upon the study. In this instance, the change of UK government in 2010 and the subsequent confusion caused with regard to the place of ML within the primary curriculum may have influenced the teachers’ priorities. Indeed, while 49 individuals enthusiastically engaged with the PFRP in 2009/2010, it is unclear how many will submit for Master’s accreditation before the two year deadline in August 2011. However, it is felt that many teachers were more concerned with providing inspiring, good quality experiences in primary ML and improving their own confidence and abilities than in having certification to prove this. Therefore, we hope to conduct a follow-up survey with the teachers after their submission date to clarify their views.
The research reported on in this paper confirms the findings of Breen (2002), Webb and Vulliamy (2007) and Woodgate-Jones (2009) regarding the development of teachers’ professional identity: the teachers involved in the PFRP worked hard to negotiate the integration of new roles into their professional lives and activities. However, the PFRP team feel that the success of this integration might be amplified and improved if school managers could provide the time, space and financial support for individuals to engage in targeted CPD. It is also noted that the responsibility for the development of teachers does not solely lie with schools. The previous research cited did not consider the implications of government educational policy for teacher educators, who the PFRP team feel play a crucial role in preparing individuals to adapt to the new responsibilities that are required of them. Teacher educators must remain mindful of the multiple demands on teachers and schools, and need to design and deliver courses that meet teachers’ self-identified needs (i.e. for more support for developing experience and confidence in speaking an ML). An emphasis also needs to be placed on the importance of self-reflection, as this can assist teachers in managing their concerns and facilitates shifts in their professional roles and identity.
This article has detailed how those working in primary schools identify what ‘belonging’ in such a habitus entails by citing the shifting competencies, experiences, practices and resources they need to flourish. This belonging requires continual (re)development of the identity of a primary teacher to incorporate additional responsibilities and can be viewed as concerned with materialising certain forms of cultural capital such as having the appropriate subject knowledge and knowing how to pedagogically deploy it. In essence, the authors have taken as a departure point for analysis Bourdieu’s theoretical framework in order to explore how professionals negotiate (and will continue to renegotiate) inhabiting reformed identities in shifting educational spaces. 
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